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ABSTRACT 
Interpersonal relationships are essential to the normal 
development of a child. Learning-disabled children lack 
interpersonal relationships, and manifest social isolation in 
both their behavior and their artwork. In a study comparing 
the drawings done by 15 learning-disabled children and 15 
children displaying no learning problems, it was demonstrated 
that learning-disabled children depict themselves as socially 
isolated in the context of their school environment. Two out 
of seven measures proved significant in the discrimination of 
the two groups with regard to social isolation. A grotesque 
self-image and the omission of peers from the drawing appeared 
significantly more in the drawings of learning-disabled child-
ren than in those of normal children. As diagnostic assess-
ments the childrenfs drawings can indicate social isolation. 
and the direction toward its remediation. 
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CHAPTER I: INTRODUCTION 
During the past decade, increased attention has been 
focused on learning-disabled children. Basically,-these 
children possess intelligence within the normal range but/ 
for various reasons,fail to progress in school commensurate 
with their intellectual capabilities* Because it is often 
uncertain which facets of the child cause the learning dis-
ability, it is difficult to comprehend the perimeters of the 
handicap* What is certain is that these childrenss problems 
can be both academically and emotionally related. 
The school years broaden greatly the scope of environ-
mental and social experience for children* Through inter-
actions with their peers, children develop intellectually, 
socially and personally* Children's success or failure in 
peer group identification reflects significantly on their 
mental health, self-concept, and future relations to society. 
Current research indicates that parents, teachers and 
peers perceive learning-disabled children disparagingly. 
Learning-disabled children are confronted with a social 
world in which they are disliked at worst, or ignored at best, 
by their peers. (Bryan 1975) 
Several different contentions have been put forth by 
acclaimed personality theorists concerning the behavioral 
factors leading to the eventual social failure of learning-
disabled children. No single reason is totally responsible, 
but rather a combination of many. These are: 
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1. Unconscious material affecting the ego, preventing 
perceiving, discriminating, connecting and deciding; 
2* Parental thwarting of early curiosity and explora-
tory behavior, causing the shutting off of these 
drives; 
3.' Failure of identification with the teacher and 
peers, preventing incorporation of learning; 
4. Frustration due to continued failure, leading to 
inattention, confusion, lack of motivation, and 
lack of application; 
5. Frustration of the drive to be accepted, causing 
withdrawal from others; 
6. Anxiety stimulating aggression and unacceptable 
defensive measures; 
7. Poor self-concept reinforced by important others* 
Although the importance of social adaptation and rela-
tionships have been established, the problem is a two-fold 
one regarding learning-disabled children* First, most diag-
nostic tools and techniques rely heavily on verbal communica-
tion, not accounting for the overlay of psychosocial diffi-
culties these children experience,, Second, remedial measures 
have concentrated solely on academic problems. Educators 
have shown virtually no concern for remediation of the 
behavior problems causing social failure. 
Art therapy can serve as an effective diagnostic and 
treatment modality regarding the social isolation of learn-
ing-disabled children. This was concluded by the author 
from the results of a research experiment which examined the 
hypothesis that learning-disabled children would project 
themselves as socially isolated in school drawings,and that 
the degree of social isolation projected would be greater in 
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the drawings of learning-disabled children than in those of 
normal children* 
This paper will attempt to demonstrate that significant 
factors in childrenfs drawings of themselves in school will 
indicate feelings of social isolation. 
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CHAPTER II: LITERATURE REVIEW 
A. Socialization During the School Years 
Psychologists/ anthropologists and sociologists have 
extensively documented the importance of man's interaction 
with others in his environment* Although analytic (Freud 
1933) and social (Mead 1934) theories differ regarding per-
sonality development^ they unite in the belief that the cul-
tural agents and the particular groups with which a person 
identifies subtly and unconsciously mold and control his 
actions. Controlling features of the social environment 
will be internalized by the person in the form of habits, 
beliefs, values and total perceptual framework. Many indi-
viduals and' institutions- affect the childfs socialization 
process. Some, individuals, such as the child1 s parents ,-
play a more dominant role. In general, the social develop-
ment of human beings depends upon access to social relation-
ships and the ability to sustain them. 
According to Erik Erikson (1950) and H. S. Sullivan 
(1953), specific important relationships unfold in stages 
as manfs personality matures. The achievements of each 
stage are built upon the foundations of the previous stage. 
Erikson feels that when a child solves the tasks of one 
stage, he is then prepared to go on and tackle the tasks of 
the next. Growth comes through solving each psychosocial 
stage of development* Sullivan (1953) claimsi 
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When and only when maturation of capacities has occurred, 
experience of a valuable kind can occur. If it does not 
occur, if experience is definitely unsuited to providing 
competence for living with others at a level of develop-
merit, the probabilities of future adequate and appropri-
ate interpersonal relations are definitely and specifi-
cally reduced* 
During the first years of life, the family plays the 
major role in social development* However, between the age 
of five and mid-adolescence, the school plays the essential 
role in shaping development* In this stage, the focus of 
this paper, the child1 s peers are the important Sfspecificff 
socializing-agents. 
Theodore Lidz (1968) states, lfThe need for peers and 
the development of the ability to form comfortable relation-
ships are vital developmental characteristics of the school 
years," He believes a feeling of• belonging, through the 
assurance that one is an accepted and integral part of a 
peer group, fosters the childfs sense of responsibility* 
However, Erikson contends that belonging can only come 
through a sense of accomplishment, since accomplishment in. 
this stage involves the childfs doing things beside and with 
his peers—a stage of social accommodation. Satisfactory 
personality development at this stage results from: 
1. Interactions that develop physical and mental powers; 
2.- Interactions in which the child learns the social 
skills and rules other children his age are learning; 
3. Interactions in which he gets the idea that he has 
performed satisfactorily, preserving self-esteem 
and a feeling of personal worth. (Erikson, 195 0) 
Erikson1 s "interactions11 are defined by Dr. Dorothy Blitsten 
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(1971) as competition and cooperation among children* She 
feels competition can only occur between equals. Only 
through competition can the child learn to exercise and value 
his abilities* 
Personality theorists White (1959) , Maslow (1954) and 
Rogers (1951) have recognized the seminal importance of peer 
relationships to the development of a positive self-image. 
In finding his place with his peers, and by being evaluated 
by them, as well as by adults, the child forms an image of 
himself. The child1s self-concept regulates his ambitions 
and future social relationships. Their basic theories stress 
that much of the mastery a child seeks is in the social realm. 
Success in the social realm depends on self respect, control 
of his skills in the environment, and enhancement of the 
self-image; the same factors Erikson deemed necessary for 
success in the school years. 
Maslow (1954)# in rating man's basic needs according to 
developmental stages, places major importance on manfs needs: 
to satisfy interpersonal relationships, to be accepted and 
appreciated as a person, to be esteemed and respected, to 
to have status and to avoid rejection. He felt only when 
these earlier needs were met could a person meet the later 
needs of achievement and self-actualization. 
It has been established that the school experience be-
comes a tremendously vital factor in a child's life. He is 
expected to develop academic skills in order to master his 
environment. It is important that he establish social 
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relationships for psychological growth. Success in both 
areas will satisfy his basic needs, as defined by Maslow. 
B. Social Relationships of Learning-Disabled Children 
Unlike other children, the learning-disabled child, for 
whatever reason, is unable to master physical and mental 
skills in school, and so he is defeated in his academic 
efforts. There is no single clear definition for "learning 
disability*!l There are many kinds of learning disabilities 
and the numerous factors involved in their etiology and the 
range of effects are infinite. Problems of learning-disabled 
children are exhibited because either a lesion in the central 
nervous system or a neurotic conflict is interfering with the 
ability to learn normally* Organic or functional deficits 
may be found in many spheres of the childfs life. 
According to educator B. Gearheart (1973)
 r the learning-
disabled child is average or above average in intelligence 
yet has two or more years of academic retardation in relation 
to his ability. In general, educators find these children 
possessing a varying combination of characteristics: 
1.- Hyperactivity 
2. Hypoactivity 
3. Lack of motivation ' 
4. Inattention 
5. Perceptual disorders 
6. Lack of coordination 
7. Auditory impairments 
8. Perseveration 
9. Memory disorders. 
Due to his inability to succeed as a student, certain 
drives are frustrated, and many of the childfs basic needs 
remain unsatisfied. Since the child does not conform to 
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societal expectations, he experiences difficulties that go 
beyond academic learning. These emotional problems can lead 
to social rejection by important others. (Connolly 1969) 
Regretfully, very little has been published on the socializa-™ 
tion of the learning-disabled child* Indeed, only a small 
number of special educators have examined this issue. 
•In two studies, Owen (1971) and Strag (1972) , investi-
gators interviewed the parents of learning-disabled children. 
Both studies concluded that parents perceive their children 
as clinging., unable to receive affection, showing little 
impulse control, and uncontrolled in their emotional and 
motor expression. The studies indicate that the presence of 
a learning-disabled child in the household may cause strain 
on the family. Parents did not discuss any favorable char-
acteristics of their children, implying that they consider 
their own children as.undesirable. 
A few studies have been made on perception of teachers 
to the learning-disabled child. Myklebust, Boshes, Olson 
and Cole (19 69) conducted a study which found that of 4 9 
different tests, teacher ratings was the second best pre-
dictor of whether a child would be classified as learning-
disabled. Teachers rated the behavior of the learning-dis-
abled children as less socially acceptable to others, less 
cooperative, less attentive, less accepting of responsibil-
ity, less able to cope with new situations, and less able to 
complete assignments than non-disabled children. 
In a second study, Bryan (19 74) attempted to evaluate 
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how teachers reacted to both the normal and learning-disabled 
children in their classrooms. Results revealed: 
1. The teacher responded more to contacts initiated 
by normal children; 
2. In their interactions with the learning-disabled 
children, 50% of the time was devoted to helping 
them with academic work (as opposed to 25% for 
this purpose with normal children) ;. 
3* Teachers asked normal children to do most favors, 
such as errands; and 
4. Teachers appeared reluctant to respond to the 
learning-disabled child and, when responding, the 
response was in the form of negative reinforcement. 
Parents and teachers, according to the various studies, 
perceive learning-disabled children as somewhat undesirable* 
The childrenfs peers share this perception. Bryan (1974) 
conducted two investigations to assess peer reactions to 
learning-disabled children* Measuring which children in 62 
third, fourth and fifth grades were less popular, she asked 
students to name three children they would not wish as friends, 
The learning-disabled children were significantly rejected by 
peers as not being desirable friends. 
Bryan (1975) summarizes the knowledge gained by these 
studies regarding the learning-disabled childfs social rela-
tionships : 
There seems to be little question that the learning-
disabled child is likely to be rejected by parents, 
peers and teachers. Moreover, analysis of the class-
room situation suggests that the learning-disabled 
child1s social life is rather different from that of 
other children. In short, people do act as if they 
dislike the learning-disabled child. 
Research done by Behrens (1963), Myklebust and Boshes 
(1969) , supports this conclusion. It showed that scores in 
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social maturity of learning-disabled children tend to be 
inferior to scores of children with no learning problems. 
They concluded that the learning-disabled children appeared 
immature and unable to assume age appropriate behaviors, 
causing them to experience difficulty in conforming to group 
norms and achieving fulfillment in peer relationships* 
It is apparent, by definition* that children with learn-
ing disabilities fail to satisfy their needs as defined by 
Maslow. The learning-disabled child craves competency. 
Excessive pressures from home and school make them perceive 
themselves as inadequate, and therefore their emotional and 
learning problems increase., 
C. Emotional Blocks to Learning 
Accepting that learning-disabled children are rejected 
socially by their environments and that normal emotional 
development depends on satisfying social needs, it then be-
comes necessary to explore the behavior which leads to the 
child's social isolation. 
Experimental psychologists and psychoanalysts believe 
the role of pleasure and pain in influencing behavior is 
paramount in learning problems. The pleasure and pain prin-
ciple is central to Freudian theory. As Freud described it, 
the ego, to avoid painful anxiety, limits the scope of-adap-
tation. The ego no longer deals with the painful area; it 
sacrifices a broad adaptiveness for the comfort of a narrow, 
inhibited scope. Anna Freud (1966) explains this inhibition 
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of the ego as "a person defending himself against the trans-
lation into action of some prohibited instinctual impulse, 
against the liberation of unpleasure through some internal 
danger.11 
While ego inhibition refers mainly to general avoidance 
of painful anxiety-producing situations, ego restriction 
refers to rejection of disagreeable external impressions in 
the present. This results in a situation by which academic 
learning must be avoided because it might revive painful 
impressions from the past.' 
Liss (1941) contends that the painful impressions caus-
ing the anxiety are related to the idea that learning is "an 
erotic sensuous experience." He explains that ego drives and 
superego evaluations give rise to conflicts which distort 
intellectual pursuits and may become the source of anxiety: 
For some students the implications that the contents 
of the learning process are sexual suffuses that 
activity with such taboo implications that the 
acquisition of facts is endowed with inordinate 
guilt and ultimately accentuated anxiety. (Liss, 1941) 
Sylvester and Kunst (194 3) explain the guilt and anxiety 
as stemming from parents who thwarted the infantfs early 
curiosity and exploratory behavior. Pearson (1954) agrees 
that the learning disability is a defense against the anxiety 
stimulated by curiosity and that learning is affected by the 
child's fear of exploration. 
A learning inhibition may follow a threat against 
exploring his own or others1 genitals. The fear of 
exploring may be related to the threat of discovering 
horrible facts usually forbidden family secrets. 
(Pearson, 1954) 
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The child perceives these activities as threatening to 
his acceptance and love. The fear of loss of the parents1 
love is a large factor in the inhibition of intellectual 
curiosityf as is the threat of castration* The child1s early 
interpersonal experiences are very important in determining 
whether curiosity will be associated with anxiety. If the 
exploratory function is inhibited through punishment, the 
child is afraid to assert himself aggressively* In contrast, 
if the exploratory function is overindulged, the child is 
flooded by stimulation he canft handle. Learning thus be-
comes a forbidden activity because it represents past sexual 
activities. (Sylvester and Kunst, 1941) 
Jarvis (195 8) correlates the curiosity and exploration 
with scoptophilia, the obtaining of sexual pleasure by look-
ing. Learning is partially dependent on reading, which is a 
visual activity. Jarvis (1958) feels,it can be easily dis-
rupted by a conflict surrounding the scoptophilic impulse. 
The relationship between.visual learning disabilities and 
scoptophilia was first alluded to by Freud: 
If the sexual component-instinct which makes use of 
sight--the sexual iSlust of the eye11*—has drawn upon 
itself, through its exorbitant demands, some retali-
atory measure from the side of the ego instincts, 
so that the ideas which represent the content of 
its strivings are subjected to repression and with-
held from consciousness, the general relation of 
the eye and the faculty of vision to the ego and 
consciousness is radically disturbed. (Freud, in 
Abraham, 1948) 
Jarvis (1958) suggests the inability to read may be con-
sidered ffblindnessff for the flevil wish to see.11 The inabil-
ity to read becomes symbolic castration, denying and avoiding 
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the threat of real castration. Jarvis establishes a connec-
tion between scoptophilia and reading disabilities by empha-
sizing the difference between active and passive looking * 
Active looking is tied to witnessing the primal scene, 
whereas passive looking involves looking at pictures, tele-
vision and movies* Passive looking remains pleasurable, but 
the active looking of learning by reading is affected by the 
anxiety associated with sexual curiosity and is unpleasurable. 
It can be concluded that curiosity and exploration of 
new learning situations is mixed with fear, pain or dis-
pleasure resulting in anxiety over early intrapsychic con-
flicts . Consequently,, when the child enters school a new 
experience can become associated with the same anxiety, thus 
the child feels safer avoiding the unknown. The learning 
disability now serves as a defense against the anxiety* 
Another psychoanalytic viewpoint of problematic learning 
behavior views it as the child's failure to identify with his 
parents, teachers or peers. (Pearson 1954.) Identification 
is one of the most important psychic mechanisms by which the 
ego acquires skills and so strengthens its ability to deal 
with instinctual desires and the dangers of the external 
world. (Lidz 196 8) Between the ages of three and seven years 
old, identification is based upon resolution of the oedipal 
conflicts identification by love and identification to over-
come fear. For example, the male child, instead of wanting 
to possess the love object, his mother, by being like her, 
desires to possess her for his own gratification and pleasure. 
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He no longer identifies with her, but desires her as an ob-
ject. He then becomes involved in competitive feelings with 
his loved, feared, envied father, who does possess the mother 
as a love object. The child now desires to possess the 
father fs position and attributesr : r:. identifying with him to 
gain mother. Therefore, identification concerns what one 
would like to be. 
The need of the child to identify with the adult is, 
according to Pearson (1954), "a most important mechanism in 
the ability to learn, to acquire ego skills, particularly the 
ego skills of an academic nature.'1 Pearson believes the 
child envies the power, self-sufficiency and apparent free-
dom from fear of the adult and desires to be like him so as 
not to be tormented with feelings of fear, inadequacy and 
incapability. When the child enters school the lfteacherlf is 
the adult which represents the link between the childrs wish 
to identify with the parent of the same sex and the use of 
this desire as motive for learning academic skills. 
Harris (1961) correlates the teacherfs role in the aca-
demic setting with love object identification in the follow-
ing quote: ffIf the child loves the teacher he wants to 
please him* The best way he knows to please him is to do 
what he asks, that is, to be like him." The child gives the 
teacher his transferred love and because he wants the teach-
er to love him he identifies himself with the teacher as he 
formerly did with his parents. Therefore, in making the 
identification he learns the academic skills which he ob-
serves the teacher knows. 
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Both Harris (1961) and Pearson (1954) believe that the 
successful incorporation of several admired and loved teach-
ers gradually form a part of the egor the ego ideal* The 
child becomes interested in learning to please his incorpor-
ated ideal of being interested in learning. When he accom-
plishes any part of this task successfully he feels pride. 
(Pearson 195 4) This feeling of pride is an expression of 
love from the part of the ego which represents the incorporated 
teacher',, to the part of the ego which represents the child* 
Through his identifications with various teachers, the child 
has developed an ego ideal of the desirability of learning. 
Identification with peers during the school years has 
been established as important to the development of interper-
sonal relationships and superego formation* Pearson (1954) 
contends peer identification is another mechanism which 
operates in the learning process: 
The child of school age wishes to do everything his 
peers do. If he observes that they are learning to 
read/ he also wishes to learn to read. Competitive 
envy is a real intrapsychic motive in learning aca-
demic and other ego skills and exists in the child 
even though the adultf parent or teacher, deliber-
ately tries to make all learning situations noncom-
petitive. (Pearson 1954) 
These viewpoints stress that the learning of academic 
skills takes place solely by identification with the loved 
object. The reward for learning is the love of the parent, 
teacher or peer. Lack of learning is thought to stem from 
ssany emotional reaction other than love toward the object, 
such as hate, anger, or fear." (Pearson 1954) These reactions 
will interfere with identification and therefore the learning 
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process. This framework implies that the child may hate or 
fear someone in his environment so much he cannot learn. In 
other cases the child might feel too inadequate to risk com-
petition . He may secretly wish to retaliate against those 
who exploit him or may display a need not to know* 
The analytic theories indicate that the oedipal conflict 
and its resolution is prominent in the intrapsychic function-
ing of the school age child and coincides with the first 
learning experiences in school. Instinctual tensions make 
the learning process susceptible to disruption and inhibit 
positive ego identification. A major task of the latency 
aged school child is the successful repression and resolution 
of these instinctual conflicts. During this time the child 
must also consolidate the significant ego functions of per-
ception , learning, memory, and thinking in the unconflicted 
part of the ego. (Lidz 1968) Intrapsychic conflict will re-
sult in the impoverishment of free, psychic energy. Since 
learning depends upon an adequate supply of neutralized ener-
gy , libidinal compondents have to be successfully fused so 
as not to inhibit the availability of this energy to ego 
function. (Jarvis 1958) If these tasks are not successfully 
realized in latency the problem could become overwhelming to 
the ego functioning in adolescence when oedipal impulses and 
castration anxiety are reactivated. (Lidz 1968) Also, a 
learning disability could appear in adolescents who previous-
ly had performed adequately. 
The basic psychoanalytic theories can be applied to the 
behavior of the learning-disabled child. In ego restriction. 
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though the learning process is not grossly damaged, the child 
is motivated by pleasure or pain to avoid academic learning. 
Due to specific conflicts which produce painful anxiety, the 
child learns to avoid the educational process and remain com-
fortable. In ego inhibition, the learning process is grossly 
damaged due to a chronic or acute strong emotion which swamps 
the ego and may prevent the child from identifying, discrimi-
nating, connecting and deciding* 
D. Common Behavior Experiences of Learning-Disabled Children 
Although all of these theories apply to the behavior of 
the learning-disabled child, their dynamic relies on the pre™ 
mise that, with removal of the emotional blocks to learning, 
academic gains will occur. This might be true in some cases, 
but it fails to take into consideration learning disabilities 
arising from minimal brain dysfunction.. However, certain 
behaviors are felt to be present because of common experi-
ences encountered.by all learning-disabled children. These 
are common experiences of frustration, anxiety and a similar-
ity of responses produced by individuals in their environment. 
Morgan (1961) defines frustration as ''existing when the 
striving behavior of an organism is blocked by obstacles and 
the organism's need to attain its goal remains unsatisfied. ff 
In a learning-disabled child, this blockage is often present 
for a number of years and the child is functioning under 
chronic nonsuccesses. Goals of education are plainly set 
forth« The child1s personal frustration arises from his 
perception of the discrepancy between his level of expectancy 
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as contrasted to his level of achievement. Robinson (1946) 
writes that f!a youngster fs inability to make the first steps 
in learning may lead to frustration and all its accompanying 
behavior such as inattention, lack of motivation, confusion 
and lack of application to the task*11 
Lewin (19 36) feels the frustration of the learning-
disabled child establishes a viscious cycle, placing him in 
a serious predicament: his disability makes it difficult 
for him to learn; his slow progress dampens his enthusiasm! 
his diminishing motivation lessens his openness to new mater-
ial and gives rise to behaviors that further impair learning, 
such as lack of cooperation* 
Frustration occurs socially as well as academically. 
A child who fails in school sees himself as different from 
other members of his class. By virtue of his low perform-
ance , peers do not view him as an equal. Just as a child 
experiences problems in learning skills, he may also find it 
difficult to learn social skills. (Johnson, 1967) 
Asch (1955) documented the importance of conforming to 
group pressure. He supplied evidence to support the exist-
ence of a strong human drive to be liked and accepted by 
one's peers. The frustration of this drive can produce seri-
ous problems for a childfs emotional adjustment. 
Frustration and anxiety are found together, and person-
ality theorists such as Freud, Horney and White regard anxi-
ety as the key to understanding how a person copes with 
frustration. It is a source of avoidance behavior and is a 
19 
state which the child attempts to escape. The child escapes 
through various defense mechanisms and, as Connolly (1969) 
states, "among the defenses most commonly found in this 
population are rationalization, projectionr displacement, 
repression, denial and regression*fl 
There is general agreement among specialists in learning 
disabilities that aggression is a major response to the 
childfs anxiety. These hostile and aggressive behaviors 
take different forms: physical violence, verbal angry at-
tacks and fantasies like "someday I111 be smart and If11 
show them!" Stein (1969) notes that in responding to frus-
tration this population has a short attention span, is unable 
to sit still, and is disruptive in class. 
The concepts of Pavlovian theory and instrumental con-
ditioning have direct relevance when exploring the relation-
ship between learning disabilities and behavioral reactions. 
An example is: If a child becomes anxious when doing math, 
he begins to associate unpleasant states to math, which he 
seeks to avoid* If the teacher calls on children who are 
attentive, he learns to misbehave in order to avoid being 
called on in math. The new learned responses of inattention 
and misbehavior are now cues associated with math. The con-
cept of stimulus generalization implies that the child will 
produce the same learned response to all situations that 
resemble a math lesson* Thus his misbehavior will continue. 
The learning-disabled child is now viex^ ed by teachers, 
peers and parents as a child who fails at expectations*, is 
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frustrated, anxious, aggressive, withdrawn and misbehaved. 
Their responses to his behavior encourages a repeated cycle 
of these'-behaviors, since the child1s conception of himself 
is formed on the basis of perceiving how others respond to-
wards him, Sullivan (1953) believes the "individual's self-
concept develops in the course of interaction with the per-
sons who most intimately provide the rewards and punishments 
in his life*11 Rogers (1951) feels a person's behavior is 
consistent with his self--image. If the child is perceived 
as unacceptable and deviant, his behavior will be such* If 
a child's self-image reflects insecurity, frustration and 
hostility, he will think of others in his environment in the 
same manner. 
The learning disabled child is labeled a problem child 
and his poor self-concept is reinforced by those around him. 
Important people in his environment give him the message 
that he is different and unacceptable. The more inferior 
the child feels, the less capable he is of social interaction. 
The child becomes exhausted by his inner conflicts. At war 
with himself, he is too emotionally impoverished to give 
himself to others. His reaction to strangers reflects sus-
picion. Lacking the necessary techniques for initiating new 
relationships, he does not know what advances are expected 
of him, nor how to respond to the overtures of others. It 
becomes difficult for him to make friends during the school 
years. (Wood 195 3) 
A widening gulf becomes established between the child 
and his social environment. He becomes socially isolated, 
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and too often grows into a socially isolated adult* 
E. Normal Art Development 
Theories pertaining to the meaning of art and those of 
psychosocial development progressed concomitantly. The 
psychoanalytic theory of both Freud (1933) and Anna Freud 
(1965) have influenced the theories of Lowenfeld (1938) , 
Read (1956), Naumberg (1958), Kramer (1971) and Kris (1952). 
Their writings emphasize that artistic representation is the 
product of unconscious material rising to the surface of 
consciousness, where it can influence present perception and 
artistic representation. They believe the unconscious forces 
influencing a childfs graphic expression would include the 
child1s archaic heritage, repressed experience, remembered 
experience, and present sensations and'percepts. The dis-
crepency between objective reality and the childfs represen-
tations, they contend, would reflect unconscious processes 
of symbolic organization operating almost independently of 
the childfs sensory experience. 
In general, the child is seen as developing from within, 
internal forces influencing the childfs imagery. Personality 
is established early and becomes nearly immutable. Art is 
a form of self-expression that serves to reveal inner needs 
and relieve tensions. 
By contrast, art educator Manuel Barkan (19 55) draws 
upon the personality theory of George Mead (1934) , who 
stated, ffThe self is something which has a development; it 
is not initially there at birth, but arises in the process 
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of social experience and activity*if Barkan sees art as a 
language through which people express their ideas, feelings, 
and understandings of things they see in their world. For 
Barkanf art cannot proceed from the needs of the child alone, 
but must take into account social and cultural factors as 
well. 
Rudolph Arnheim (1965)' departs from the approach of 
analytic or social theorists. He speaks of the importance 
of art in the development of perceptual thinking for higher 
level cognitive learning* 
Elliot Eisner (1976) succinctly summarizes the value of 
art to psychosocial development when he states: 
Art is one of man's major avenues for the formulation 
and expression of his ideas, his images, and his feel-
ings. It is through the process of working with art 
materials that these ideas', images and feelings are 
not only formulated, but clarified and shared. This 
process affords the individual and those receptive to 
his products an opportunity to understand and undergo 
experiences that cannot be acquired through other modes 
of thought'. 
There is one characteristic upon which all development-
alists and art educators concurs the most pronounced feature 
of children's art is the regularity of the artistic stages 
through which they pass/ These stages extend from random 
markings on paper by two year olds (Kellogg 1969) to the 
sophisticated use of graphic techniques by some 16 year olds. 
(Lowenfeld 1970) 
Social isolation is not considered a "normal" feature 
found in these stages. Therefore, before the author can ex-
plain the detection and manifestation of this deviation, it 
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is first necessary to understand how the normal child ex-
presses himself graphically. Numerous authors have contri-
buted to the knowledge of normal symbolism in artistic de-
velopmental stages. Burt (1921) , Lowenfeld (1970) , DiLeo 
(1970) and Kellogg (1969) are just a few. 
Generally, the authorities agree on the sequence and 
visual appearance of symbols in artworkf but dispute the 
nature and frequency of the various stages.. Since the author 
is concerned with ages 6 through 16, an attempt was made to 
organize the literature into categories reflecting normal 
art expectations at various chronological ages, 
The following is a general summary of the stages of 
childrenfs artistic development as derived from the litera-
ture :' 
Age 6: The child draws what he perceives, not what he 
visualizes. Drawings begin to show attention to objects and 
relationships in the environment/ but little attention is 
paid to proportion and realistic color. The human figure 
can" be reproduced with recognizable accuracy. Facial features 
should all be present* The self is the center for spacial 
considerations with an attempt at symmetry to balance the 
picture. A baseline is introduced and objects are organized 
along this line. Things of importance are exaggerated in 
size. 
Age 7: The child is still logical rather than visual 
in his artwork. The picture becomes a narrative containing 
a story that moves from left to right along the baseline. 
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A skyline is introduced and in some drawings the skyline and 
baseline begin to move closer together. Important things 
are exaggerated by deviation from the above schema. The 
figure displays more detail* 
Age 8: Attention is paid to spatial organization in the 
picture as sehemas become more individual and personal. It 
is common to observe a planned grouping of different episodes 
in one picture. The child will display in his perspective# 
x-rays, foldovers, and elevated groundlines in order to com-
municate his message* The concept of "man" is definite. 
Profiles of the figure are attempted and detailed attention 
is paid to clothing* 
Ages 9-10; The child passes from the stage of drawing 
from memory to depiction of his visual observations. The 
drawings focus on a one point perspective, showing a full 
use of the entire page and a sense of realism in -objects.. 
The child creates an illusion of spatial depth through rela-
tive size# atmosphereic effects and overlapping, without 
revealing concealed parts. Pictures show cooperation in 
group work. Definite attention is paid to sexual identifi-
cation in human figure drawings with the addition of many 
details stressing the social-emotion factors of sexual iden-
tification. 
Ages 11-12; The child emphasizes the relation of parts 
to the whole. Form improves and subject matter is based in 
reality. A more complicated use of space is observed. 
Figures are over-exaggerated or idealized in body image. 
25 
Ages 12-14; The childfs pictures show a love for drama-
tization and imaginative action* There are attempts to 
render perspective and objects accurately. The "identity 
crisis11 of this time is indicated by smaller figures. Self-
portraits are usually avoided or stick figures are used. 
The use of words are common in drawings. Usually the child 
draws environmental scenes; 
Ages 15-on; This stage is thought of as one of decisions 
either the child continues in art because he possesses genu-
ine artistic ability or no longer continues drawing. Normal 
art development at this point generally carries over into 
adult pictures. The schema may varyf but in most drawings 
there would be utilization of the entire page. Pictures 
would be integrated and based in reality regarding colorf 
form and subject matter. The human figure would indicate a 
clear distinction of the sexes. 
The various stages constitute steps in maturation. That 
chronological ages have been associated with different artis-
tic, stages does not indicate that normal artistic, develop-
ment , proceeds dogmatically on a developmental timetable. 
Normal artistic development does occur by passing through 
the stages in order, but the process is flexible and dynamic. 
Fluctuations occur according to the childfs equilibrium. 
Certain characteristics of a child's drawing can be ob-
served which contribute to the understanding of normal pic-
torial language. Among the particular characteristics that 
indicate developmental change is transparency. The occurrence 
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of transparencies show they are rare in the drawings of 
children under five. However, they characterize the drawings 
of children from ages 5 until 9. (DiLeo 1970)'. Shadingr 
another characteristic, is normal to development at about age 
9, and only when the child is trying to indicate a sense of 
solidarity or three-dimensionality . (Machover 1953). Although 
children1 s drawings may appear rigid., movement is a common 
characteristic of all normal childrenfs drawings. Movement 
is displayed in early stages by a curly line (i.e., smoke), 
in a specific placement of figures, in their relationship, 
or by depictions of activity* For young children fSobjects 
are the action they induce-." (Lindstrom 1957) In later 
stages the child tries to capture the fleeting appearance of 
movement by line repetition. 
A characteristic of children's drawings which remains 
fairly constant from the age of 6 to 15 is the use of true 
color* Combining of colors begins around age 9, and from 
that point on the variation of true color increases* The 
use of color is more closely related to development than to 
chronological age. (Lark-Horovitz 1959) Variety and inten-
sity of colors are related to age. Younger children favor 
multicoloredness, four or more colors. As the children 
develop, they restrict the use of colors, limiting themselves 
to two or three per drawing. Around the age of 14, children 
draw monochromatically. Vivid colors are preferred by 
younger children and more subdued colors by older children. 
(Lark-Horovitz 1960) 
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Although it has been shown by Rhoda Kellogg(1969) that 
children1s art has common factors, cross-culturally certain 
factorsg such as sex, intelligence, visual memory and emotion 
have significant effect on these common elements* Most 
strikingly, children rarely depict individuals of the oppo-
site sex. (Jolles 1952) Males drawn by boys exaggerate 
essentially male characteristics, while females drawn by 
girls glamorize feminine aspects. Between the ages of 9 and 
12f boys tend to draw such objects as vehicles, shops and 
tanks. Girls often draw horses. Girls have concern with 
aesthetic qualities, boys with technology.:' (Lowenfeld, 1970) 
As the children develop, girls1 drawings are more primitive 
in perspective representations and lag behind boys in spatial 
representation. (Lindstrom 1957), 
Studies by Goodenough (1926) , and later Harris (1963) , 
established that intelligence is positively correlated with 
drawing ability. They found.that children who draw well are 
also intelligent. However, the reverse does not hold true. 
Many bright children can be poor artists. In. young children 
it has been indicated that the relationship between drawing 
and intelligence is revealed by the number and variety of 
objects that appear in their figure drawings. 
Other factors besides intelligence determine the childfs 
ability for graphic expression. Arnheim (1965) contends that 
a childfs ability to express himself graphically is dependent 
directly upon a widely developed and strongly selective visu-
al memory. He feels the process of drawing demonstrates 
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clearly the difference both in childrenfs awareness and in 
the quality of visual recall, Lukianowicz (1960) studied 
the duration of a child1s memory in connection with his 
drawings and found duration and vividness of recall seem to 
be affected by the child1s interest in the subject, as well 
as its emotional significance* 
An understanding of the effect maturation, sex, intelli-
gence and visual memory have on childrenfs artwork is neces-
sary when comparing.the school drawings of learning-disabled 
children to normal children. However/ the author is primar-
ily concerned with the significance of emotion on the child's 
drawing* 
All art contains some element of the emotional pattern 
of the artist. "...emotions are a central point of interest* 
We must view the drawing as an expression of inner feelings 
and experiences; as emotional behavior and perception change, 
it will.be reflected in the artwork.11 (Bender 1952) 
Psychologists, accepting this principle, believe"that 
children depict these emotional patterns in graphic images 
long before they can convey them verbally. For this reason, 
they have seen in childrenfs art a projective constellation 
of forms which, when studied, will disclose knowledge of 
personality and interpersonal behavior. 
The literature reveals that psychologists diverge in 
their analytical approach to childrenfs free art expression 
and human figure drawings. Both have been used as subject 
matter for psychological measurement and clinical assessment. 
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F* Social Isolation as Manifest in Childrenfs Artwork 
In reviewing the literature with regard to social isola-
tion in children's art, difficulties become manifest: 1) the 
psychological literature is voluminous; 2) regretfully, no 
authority has conducted a specific study of art, childrenfs 
or adult's, to discern common factors which reflect social 
isolation; 3) there is no uniform vocabulary which clinicians 
use to describe their observations; 4) variables formulated 
for prior studies were not used to measure social isolation 
directly. However, they may have efficacy for this purpose, 
since the factors measured and observed bear a relationship 
to "social isolation*11 
Therefore, this thesis contains a discussion of the 
work of the most prominent and relevant publications. Social 
isolation as reflected In childrenfs art may be projected in 
the child1s free graphic expression? in his human figure 
drawings, and in his family portrait. 
Free graphic expression as defined here is the childfs 
act of drawing without any formal constrictures. Psychologi-
cal assessment is generally based on the variation of space 
useage, line quality, composition, color, and motion within 
the drawing. 
The work of Alschuler and Wattwick (1947), Hammer (1958), 
Machover (1953), Jolles (1952), Buck (1948), Wolf and Elkisch 
(1960) have all revealed specific appearances of the above 
elements which, depending on their use, may reflect social 
isolation when seen in a child's drawing. By combining these 
separate observations, it can be suggested that a child who 
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feels a sense of social isolation would project himself 
graphically in one or more of the following ways: 
1. Produce spatially constricted artwork by drawing 
very small objects in relation to the page or by 
compressing elements of form tightly together,8 
2. Draw in light, faint or broken lines which lack 
rhythm or flow, or heavy pressured uncontrolled lines; 
3. Produce rigidly ordered, repetitious, highly struc-
tured drawings, or pictures which exhibit an 
absence of symmetry and detailing for the develop-
mental level; 
4. Use few colors or limit the selection of colors^ 
(corresponds to developmental appropriateness); and 
5. Fail to depict movement. 
All of the above elements can be observed in the artwork of 
schizophrenic children. These children cannot make warm, 
sharing personal relationships. 
A detailed study by Wallach and Greene (1962) of the 
graphic expressions of 120 first grade girls added another 
dimension to the element of ifconstrictionff when viewed in 
children1s drawings* They predict a particular pattern of 
interaction between the children's defensiveness versus non-
defensiveness and overt social interaction versus social iso-
lation to their relation in graphic constriction or expan-
siveness. Defensive subjects with extensive social ties and 
non-defensive subjects who were socially isolated showed 
more constriction graphically. 
In contrast, defensive subjects who were socially iso-
lated and non-defensive subjects* having extensive social 
ties/ showed more expansion graphically. Therefore, expansion 
versus constriction constitutes a covert channel for the 
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expression of need for social interaction versus social iso-
lation* Genuine social interaction versus social isolation 
needs that are being denied at the level of overt interac-
tions will be revealed through the projective medium of 
graphic expression. 
While the childss free graphic expression may reflect 
general feelings of social isolation, a human figure drawing 
more specifically alludes to feelings of isolation* Details 
in these drawings are interpreted as symbolic of character 
traits. The manner in which the figure drawn is made and the 
signs and symbols employed project the inner self portrait 
of the child, reflecting his self-concept. 
The face on a child1s figure drawing, for example, is 
regarded by psychologists as the center of communication 
with the world* -Machover, Buck, Hammer and Koppitz (1968) 
contend that children who omit facial features in their human 
figure drawings tend to avoid communication, lack interper-
sonal relationships, and generally refuse to relate to the 
world. 
Koppitz (1968), researching figures drawn by children 
ages 5-12, found that arms clinging to the side of the body 
was a common feature on the drawings of. clinic patients who 
definitely lacked interpersonal relations. Bender (1952) 
perceives this as an attempt on the part of the child to 
protect himself from the environment* 
The size of the figure in drawings is a particularly 
important variable with children. Children who exhibit 
32 
social inadequacy, depression, withdrawal and concern over 
their environment usually draw a very tiny figurative image. 
(Koppitz 1958) Hammer (1958) found when the miniscule size 
is coupled with graphically light line pressure, the child 
conveys to us his feelings of being totally overlooked by 
others. 
Perhaps the most blatant graphic statement of social 
isolation is the childfs portrayal of himself as sub-human. 
(Koppitz 1968, DiLeo 1970) Monsters, grotesque figures, 
clowns, extremely silly-looking figures, displayed as a self-
image, reveal that the child does not perceive himself as 
functional in society. These images reflect intense feelings 
of inadequacy in relation to the environment, and hostility 
toward self within that environment. As Lowenfeld (1970) and 
Machover (1949) point out, a child will exaggerate in his 
drawings those parts of the figure which have special meaning 
for him and erase areas reflecting anxiety* He will change 
and distort a human figure on his drawing until it resembles 
or reflects his own self-perception. Children who usually 
project this type of sub-human image tend to be /emotionally15 
disturbed. Bender (1952) found that disturbed childrenss 
drawings included strange human images, but were character-
ized more by the total absence of human .figures. By defini-
tion, these children are socially isolated from the real 
world and are unable to identify with human beings. 
In his human figure drawing, the child's behavior is 
comprehended by understanding the childfs perception of him™ 
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self. However, Koppitz (1958) states, "a child is a social 
being who can never be fully understood in isolation apart 
from his social environment." Presently, the only "environ-
mental" drawings explored are those which request the child 
to draw himself in the context of his family. 
Burns (19 72), Koppitz, Hammer and DiLeo, after reviewing 
childrenfs family drawings,- discovered there is often a dis-
crepancy between the childss drawing of his isolated figure 
drawing when compared with the rendition of the human figure 
in his family drawing. The childfs human figure is usually 
more primitive in the family context, possibly because the 
single figure drawing is more intellectualized, and the situ-
ational drawing carries with it more emotion. The gap between 
the two seems to be greater when negative feelings are more 
intense and where there are greater problems of assimilation 
and adjustment. 
The absolute and relative size of figures, their place-
ment and relationship on the page, plus the affective tech-
niques expressed all reveal the child's attitudes toward him-
self, the environment and the significant others within the 
environment. 
Authorities revealed that children who felt isolated 
within this environment compartmentalized themselves on the 
page and showed no emotional exchange with others. Rejected 
children portrayed their parents as dominating the family 
group and omitted the siblings who caused acute suffering 
from rivalry• In general children included those persons of 
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importance, exaggerated those of preoccupation and omitted 
persons they felt negatively toward or who created overwhelm-
ing feelings of anxiety and competition. 
In summary, it is axiomatic that interpersonal relation-
ships are essential to normal development. Learning-disabled 
children, lacking in interpersonal relationships, become 
socially isolated. The childfs isolation, actual and per-
ceived, will be reflected in his artwork. 
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CHAPTER III: METHOD AND PROCEDURE 
A.' Method 
The author of this thesis was one of five people who 
examined a group of children, under the aegis of the Child 
Study Facility at a midwestern university. These child-
ren were referred to the center for diagnosis and treatment« 
While not intended as part of the program, the author found 
these children to be suitable subjects for testing the hypo-
thesis that* social isolation is manifest in the drawings 
of learning-disabled children. Consequently only certain 
aspects of the program have been examined for this thesis. 
The Child Study Facility serves as a demonstration re-
search center for developing psychoeducational diagnosis and 
instructive techniques that will provide further understand-
ing of children with learning problems,, It provides the 
cityfs metropolitan community with a program of diagnostic 
and remedial services leading to the evaluation of children 
with education, behavioral and learning disabilities from 
b<Lrth through 21 years of age. 
Two populations of children participated in the study. 
The first group consisted of 15 children who had previously 
displayed learning problems at school; they were referred by 
parents and teachers. The second group was matched by sex 
and age (year in school) to the first, and consisted of 15 
children from surrounding school districts who did not exhibit 
36 
learning problems. The children's ages in both groups ranged 
from 6 to 16 years* 
The subjects were observed over a two-day period, one 
morning and one afternoon. During this time# a variety of 
tests were administered by qualified examiners in the field 
of special education to measure the childfs visual^ hearing^ 
speech, language and academic impairments, 
Concerned with the child's perceptions of his school 
environment, the author asked each child to "do a drawing 
showing yourself doing something in school," Every child 
was provided with a 12 x 18 sheet of drawing paper, a pencil, 
and a box of eight color crayons. The exercise concluded 
when the child indicated verbally or by gesture that he had 
finished his drawing. Then the child was asked to describe 
the picture objectively. The graphic production was examined 
for organicity as well as the physical, emotional, and ration-
al forces which influence the childfs perception of reality* 
The study presented in this thesis is only concerned with 
the examination of these pictures according to indicators 
established in the evaluation form for measuring social iso-
lation. (See evaluation form, Appendix B) The study presented 
in this thesis does not include for measurement the graphic 
productions of the learning-disabled children who exhibited 
blatant organicity in their drawing. It was felt that this 
degree of impairment would distort the images greatly, there-
by preventing a true measure of social isolation* 
Presently no widely accepted art therapy scale exists 
to determine social isolation as manifest in childrenfs 
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artwork; therefore, the author had to compile a form of 
measurement for this purpose, Since a component of the draw-
ing elicited for this study is the childfs human figure (i.e9/ 
show yourself doing something in school), the author examined 
the existing literature containing evaluation and interpreta-
tion of human figure!-'drawings. 
The current body of information on human figure drawings 
consists mainly of unrelated studies. Most studies have used . 
the adult figure extensively; few focus on the child figure. 
It is difficult to assess and compare the findings of differ-
ent studies since the variables are frequently poorly defined 
and different meanings are assigned to the same signs on the 
figures* Both Harris (1963) and Machover (1960) studied 
children's- figures, but Harris only considers developmental 
items and not the projective significance of signs; and 
Machover offers no scoring system or developmental research 
to support her claims. 
To the best of the authorf s knowledge., Koppitz (1968) 
is the only clinician to make a comprehensive study of child-
ren's human figure drawings, taking into account both develop-
mental and projective indicators and interpreting them clini-
cally for personality dynamics. Therefore, the first five 
questions presented on the evaluation form are indicators 
established by Koppitz (1968). 
According to Koppitz, the arms clinging to the side of 
the body, the ommission of the eyes, the ommission of the 
mouth, a tiny figure drawn and a grotesque figure drawn are 
all indicators reflecting poor interpersonal relationships 
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leading to social isolation. All five of these criteria 
were applied since each taps a different theoretical basis 
for inferring social isolation* 
The author felt that, since the child was asked to 
place himself in the context of a total picture, it was 
necessary to measure isolation when viewing the drawing as 
a gestalt. For this purpose, number six on the evaluation 
form was extracted from the Art Therapy Evaluation Test de-
veloped by Dergalis (1971) , which is a four-part comprehen-
sive quantitative measure established for viewing art produc-
tions. Number six (defined on the same form), a single form, 
figure or symbol set apart from the environment or placed 
alone on the paper, was Dergalisfs indicator for the measure 
of isolation within a picture,. This aspect of the Dergalis 
test was also used by Calish (1976) as a measurement of the 
defense of isolation as it appears in the art productions of 
schizophrenics and alcohol dependents. 
Question seven on the form is regarded as a measure of 
socialization because the literature states that peer rela-
tionships are important to the child while in school and 
that children include in drawings important persons in their 
lifef while omitting those towards whom they feel some degree 
of animosity, ambivalence or fear. Therefore, it would be 
appropriate for a child to include peers in his drawing if 
he has a positive relationship with them. 
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B. The Procedure 
Each of the 30 children's drawings was evaluated by each 
of five different raters, whose professional background 
ranged from secretary to psychiatrist. The drawings were 
rated in an informal setting with a minimum of distractions. 
The pictures were presented in random order to each rater. 
Written instructions as to the procedure for evaluation were 
read by each judge before the session began. (See instruc-
tion sheet 9 Appendix A) 
Every rater was asked to fill out one form for every 
picture. A total score for the amount of isolation depicted 
was derived through a linear combination of the seven items. 
Judgments were made at one session, which lasted approxi-
mately 30 minutes. Correlated T-tests were used to deter-
mine if there were significant differences in the judged 
magnitude of depicted isolation for learning-disabled child-
ren versus non-disabled children. 
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CHAPTER IV: PRESENTATION OF GRAPHIC DATA 
The normal control group is comprised of children who 
were selected by their teachers because they displayed posi-
tive integration, both academically and socially in school. 
The learning-disabled children presented were all re-
ferred to the child study Facility because they were failing 
to achieve academically. Minor impairments become major 
disorders when they impede the childrenfs adaptations to 
school. The presumative signs diagnosed by the Facility 
comprise a variety of sensory and perceptual difficulties. 
Not constituting a disability in themselves that would pre-
vent academic achievement in learning-disabled children, 
they give rise to the disorders of behavior previously dis-
cussed which affect academic and social success. 
The diagnostic assessment of the children is derived 
from a battery of academic tests administered to discern 
the^  reasons for failure in this area. Included in the pre-
sented data are the social.descriptions of the' childrenfs 
parents or teachers, edited from their referal letters to 
the Facility. 
Pictures are presented in such a way as to enable a 
comparison of the groups according to their sex and age in 
school. 
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FIGURE 2 - Age 6, Female 
Diagnostic 
Assessments 
Teacher 
Description: 
Visual perception problem. 
Is withdrawn around other children and usually 
does not join in groups. She seems unable to 
compete with classmates in all areas. 
FIGURE 4 - Age 7, Female (Adopted from Vietnam age 4) 
Diagnostic 
Assessments 
Teacher 
Description: 
Receptive and expressive English language 
between 4 and 5 year level. 
Shy girl who lacks stimulation. Socially 
active yet appears to lack personal friend-
ships. 
FIGURE 6 - Age 7, Male 
Diagnostic 
Assessment: 
Teacher 
Description: 
1) Unable to transduce from the auditory to 
the visual modality; 
2) Unable to comprehend what he reads; 
3) Poor auditory sequential memory. 
When he interacts with his peers he usually 
expresses himself aggressively. He must be 
the leader, for he can/t find success in any 
other role. Students complain about being 
with him because he frequently hits them. 
FIGURE 8 - Age 7, Male 
Diagnostic 
Assessment: 
Teacher 
Descriptions 
1) Major discrepency between his excellent 
indicated ability and his achievement; 
2) Extremely short attention span* 
Poor social relationships; appears to be a 
loner. 
FIGURE 10 - Age 8,- Male 
Diagnostic 
Assessments 
Severe auditory and visual processing impair-
ments . 
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Teacher 
Description; 
Can't sit still in class, Social behavior 
typical of a younger child. 
FIGURE 12 - Age 9, Male 
Diagnostic 
Assessment* 
Difficulty in translating from auditory to 
visual memory, but not enough to cause such 
low achievement. 
Teacher 
Descriptions 
Social adjustment is below grade level. Lacks 
confidence, initiative, motivation and inter-
est when around other children. Daydreams a 
lot. 
FIGURE 14 - Age 10, Male 
Diagnostic 
Assessment; 
1) Apraxia (knowing what he wants to say but 
cannot make his mouth form the words imme-
diately) ; 
2) Has outgrown his previous disability; no 
present one found; 
3) Parental concern over achievement puts 
stress on the child. 
Teacher 
Descriptions 
Parents " 
Description: 
Quiet and well liked by other students, 
Either calm or discouraged; gives up on a 
task if left alone. 
FIGURE 16 - Age 12, Male 
Diagnostic 
Assessment: 
Teacher 
Description: 
1) Residual visual perceptual learning dis-
ability; 
2) Reading and language problems; 
3) Hearing loss; 
4) Poor binocular vision; 
5) Poor visual sequence memory. 
He has a high level of anxietyf short atten-
tion span, asks inappropriate questions. He 
needs immediate support to keep attention on 
tasks. His behavior exhibits ambivalence 
and acting out. 
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FIGURE 18 - Age 13, Male 
Diagnostic Functioning as a youngster with below average 
Assessment: -abilities, approximately age 10. His achieve-
ments are in keeping with this age level. 
Teacher Extremely shy and very seldom seen relating 
Description: with other classmates; has few friends. 
FIGURE 20 - Age 13, Male 
Diagnostic Very bright youngster with problems in auditory 
Assessment: attention and visual memory. 
Teacher Talks out and is disruptive in class? acts 
Description: silly; exhibits aggressive behavior; mocks 
and shouts at peers when they donft agree 
with him. 
FIGURE 22..r Age 14, Male 
Diagnostic 1) Difficulty grasping visual meaning; 
Assessment: 2) Severe visual recall; 
3) Difficulty in auditory memory. 
Teacher Appears to have good social relations with 
Description: . others; well liked in sports events. 
FIGURE 24 - Age 14, Female 
Diagnostic 1) Residual learning disability; 
Assessment: 2) Visual perception problem; 
3) Becomes very tense when frustrated. 
Mother Has limited friends, sleeps a lot, complains 
Description: quite often of.headaches. 
Teacher Doesnst initiate conversation; reticent and 
Description: quiet. 
FIGURE 26 - Age 14, Male 
Diagnostic Poor auditory memory with both rote and mean-
Assessment: ingful material. 
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Mother His father passed away a year ago, and the 
Description: pressure of being the man in the house makes 
him angry. He keeps feelings of the death 
to himself. 
Teacher Liked in school, but in the past year has 
Description: lacked enthusiasm for being with his class-
mates. 
FIGURE 28 - Age 16, Female 
1) Auditory processing problem; 
2) Significant difference between what she 
is capable of doing and what she is actual-
ly accomplishing. 
Mother She is adult-oriented; has no special friends. 
Description: 
FIGURE 30 - Age 16, Female 
Diagnostic 1) Difficulty in processing auditory verbal 
Assessment: input for meaning; 
2) Distortions of thought and undue concrete-
ness in verbal function. 
She lacks motivation and self-respect; social 
life is very limited; functions best as a 
loner without any desire for social contact. 
Diagnostic 
Assessment: 
Father -
Description: 
AGE: 6 SEX: Female 
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Normal 
Fig. 1 
Learning-Disabled 
Fig. 2 
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AGE: 7 SEX: Female 
Normal 
Fig. 3 
k/ 
Learning-Disabled 
\u 
/;-A 
\ 
Fig. 4 
• 
AGE: 7 SEX: Male 
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Normal 
F i g . 5 
L e a r n i n q - D i s a b l e d 
^ u v u j v u u a o 
F i g . 6 
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AGE: 7 SEX: Male 
Normal 
F i g . 7 
Learning-Disabled 
F i g . 8 
AGE: 8 SEX: Male 
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Normal 
Fig. 9 
Learning-Disabled 
Fig. 10 
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AGE: 9 SEX: Mal< 
Normal 
Fig. 11 
Learning-Disabled 
Fig. 12 
AGE: 10 SEX: Male 
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Normal 
Fig. 13 
Learning-Disabled 
Fig. 14 
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AGE: 12 SEX: Male 
Normal 
Fig. 15 
Learning-Disabled 
-ffl 
• 
-
— 
Fig. 16 
AGE: 13 SEX: Male 
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Normal 
Fig. 17 
Learning-Disabled 
Fig. 18 
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AGE: 13 SEX: Male 
N o r m a l 
r 
F i g . 19 
o 
L e a r n i n g - D i s a b l e d 
F i g . 20 
1 
AGE: 14 SEX: Male 
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Normal 
Fiq. 21 
Learning-Disabled 
Fig. 22 
AGE: 14 SEX: Female 
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Normal 
Fig. 23 
Learning-Disabled 
Fig. 24 
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AGE: 14 SEX: Male 
Normal 
F i g . 25 
L e a r n i n g - D i s a b l e d 
X 
1* 
F i g . 26 
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AGE: 16 SEX: F e m a l e 
Normal 
• 
° i i 
0 
F i g . 27 
L e a r n i n g - D i s a b l e d 
F i g . 28 
10 
AGE: 16 SEX: Female 
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Normal 
Fig. 29 
Learning-Disabled 
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m 
Fig. 30 
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CHAPTER V: RESULTS 
The ratings of the five judges were scored as either 
1-yes or 0-no, for each item, with the exception of item 
seven, which was scored in the opposite direction. Thus, 
for items one through six, social isolation was indicated 
for any item scored yes or 1, while the opposite was true 
for item number seven. 
The rater reliability of the five judges was estimated 
by the use of the intraclass correlation (Guilford, 1954)* 
Rater reliability was found to be -sufficiently1 high (r^ ]<.= 086) 
to allow the data to be collapsed across judges for the re-
mainder of the analysis. Therefore, the average of the 
judges1 estimates for each item per subject was used for sub-
sequent analyses. 
A series of T-tests were performed between the learning-
disabled group of children and the non-disabled children to 
determine which items or measures discriminated between the 
two in terms of projected social isolation. The means for 
the two groups on the seven measures of social isolation are 
shown in Table 1. An inspection of Table 1 indicates that 
for items'1, 3, 4,5 and 7, learning-disabled children were 
projecting themselves as more socially isolated than the non-
disabled .children. However, the results of the T-tests be-
ween the two groups on items 1, 2, 3,4 and 6 indicated no 
significant differences in terms of projected social isola-
tion (see Table 2) . The 'T-tests between the two groups for 
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items 5 and 7 did, howeverf yield significant results (t=2»40f 
p<^*05 and 5=3* 73
 f p<^*005, respectively). 
An overall T-test between the two groups was also per-
formed to test the hypothesis that the degree of projected 
social isolation was greater in drawings of learning-disabled 
children as opposed to non-disabled children. The results of 
the overall T-test was not signficant* However, inspection 
of the means for both groups (*30 and .18 respectively) indi-
cates that learning-disabled children were projecting them-
selves as more socially isolated than non-disabled children. 
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Items 
X's 
LD Non-LD 
Arras clinging to the 
side of the body 
20 11 
2. Eyes omitted 13 .15 
3. Mouth omitted 19 .08 
4. Child's self-representa-
tion is tiny in relation 
to other objects or space 
24 .21 
Self-respresentation 
appears grotesque 
49 25 
Single form placed 
alone on paper 
09 23 
Peers are present in 
drawings 
79 23 
Overall X 30 .18 
TABLE 1 
«Kwa-^*^Ba"ss#*-:iw^*»*&s»«3P»E^^ 
63 
Items 
Arms clinging to the 
side of the body 
Eyes omitted 
Mouth omitted 
Childf s self-representation 
is tiny in relation to other 
objects or space 
Self-representation 
appears grotesque 
Single form placed alone 
on paper 
Peers are present in 
drawings 
t Value Significance 
.29 N.S. 
- . 0 7 N . S . 
. 9 2 N . S . 
. 6 0 N . S * 
2*40 P < » 0 5 
- 1 . 9 4 N . S * 
3 . 7 3 p < . 0 0 5 
d f = 1 4 
TABLE 2 
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CHAPTER VI: DISCUSSION 
Dr. Irving Sigel (I960), Chairman of Research at the 
Merrill Palmer Institute, suggests that unless the content of 
the projectives and the variables measured in the subjects1 
graphic expression have some specific relationship, accurate 
diagnosis of the drawings are difficult to make. The child-
ren in this study were asked to draw themselves doing some-
thing in school, in order to analyze if social isolation 
would reflect itself in this context* The author felt that 
this specificity of topic presented to the subjects would 
provide more direct meaning to this hypothesis, while main-
taining the latitude of the subjects1 unconscious expression* 
A
* Graphic Data 
To facilitate evaluation of the subjects' drawings, the 
author placed a dot above the subject, and identified all 
individuals depicted other than the subject's peers. This 
section will briefly discuss each drawing of the learning-
disabled children, and then generally compare their drawings 
to those of the normal children. 
FIGURE 2: The teacher indicates that the child is out-
wardly withdrawn. Therefore, the uncontrolled line, pressure 
and expansiveness on the page suggest inner anxiety and tur-
moil. The drawing substantiates the theory of Wallach and 
Green which provides that a child who manifests overt 
StVT-Jrftssnt-r-Kii^frxn! i f^^^^-^^^Mimm^fnM^m&m^^fsi^wmmmmm^^m^^ 
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isolation will display the need for social communication by 
expressing it expansively in graphic productions * The inert-
ness indicates the ego defenses are not strong enough, repres 
sion not satisfactorily established,. The ability to repress 
is an essential achievement during latency* She attempts 
symmetry and baseline balance. However, the intertness 
coupled with the omission of the mouthy shown to be clinical-
ly meaningful, may indicate regression and disturbances on 
the earliest developmental levels* 
FIGURE 4: She establishes herself as sub-human, lacking 
the whole figure expected at this age* The encapsulation of 
herself and the overseeing teacher suggest a symbiotic rela-
tionship. The expansiveness relates to the discussion in 
FIGURE 2, since she is also described as overtly shy* 
Disintegration also seen by her lack of baseline may signify 
defective ego boundaries and distorted object relation* 
Symbolism is represented by the structural human forms and 
their lack of relationship to the environment* The symptoms 
in her drawing could result from her early trauma and dis-
placement . The symptoms can be found in the drawings of 
schizophrenic children, and signify that she experiences 
difficulty in separating inner and outer reality* 
FIGURE 6: Age appropriate schema and body image are 
present* The space surrounding the figures seems overwhelm-
ing ,- reflecting the childfs perception of his environment. 
The fact that he draws himself the same size and in the same 
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position as his teacher could indicate his desire for balance 
in the environment and an identification with his teacher, 
an admired person yet still an authority figure. This repre-
sentation , coupled with his behavior, would suggest that he is 
still trying to resolve the oedipal phase of development* 
FIGURE 8: The diagnostic assessment indicates no sen-
sory problems. Therefore, his emotional perception is caus-
ing him and the objects in his environment to be projected 
slightly off balance. The shading of the bodies reveals self 
anxiety in relation to his own physique* However, this is 
normal for this age child. This anxiety, combined with the 
close position of the female figure and the tight inner con-
trols suggested by the clinging arms, implies conflict in 
the oedipal phase regarding separation from mother. Ego 
restriction (teacher as the transferred mother object) might 
be the cause.for the major discrepency between his high 
ability and poor achievement* 
FIGURE 10: This drawing is not age appropriate# The 
simplicity of the figure conveys an impoverishment of form 
differentiation* It suggests fixation onto earlier stages 
of development, or, depending upon earlier drawings, perhaps 
regression. The severe auditory and visual processing prob-
lems may account for the floating forms« In any case, the 
essential ego function of "building up of memory" may be 
deficient. 
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FIGURE 12: The position of his figure at the board 
marks his isolation within a group of unrelating persons. 
He shows himself as small, stiff and slightly off balance in 
regard to his school environment. These are all character-
istics indicating a sense of isolation and lack of interper-
sonal relationships. It is obvious that the intense red 
board overwhelms him and is also the focus of his preoccupa-
tion* The teacher is portrayed as a commanding authority 
figure directly "pointing" the finger at him while he attempts 
academic problem solving* This portrayal possibly indicates 
a fear of authority figures and a lack of achievement due to 
ego inhibition. In contrast to the normal child's schema, 
his drawing is empty and seems somewhat depressing for his 
age* 
FIGURE 14: The drawing is integrated and age appropri-
ate* It expresses a delightful humor, and the inclusion of 
peers indicates they are important figures to this child. 
His self-image shows the arms pulled inward, representative 
of his shy, quiet manner* He seems to enjoy being an intro-
verted observer rather than an extroverted participant * 
Similar to FIGURE 12, the teacher is seen as an undesirable 
authority figure• The shading under her desk could be seen 
as the childfs anxiety over authority figures or displacement 
of anxiety caused by parental pressure. The drawing shows 
movement, and except for the lack of color, all factors point 
to the normal development and social integration presently 
validated by his diagnostic assessment* 
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FIGURE 16s This is a compressed picture, conveying a 
feeling of being shut in by the amount and relationship of 
objects in the drawing. The lines are sketchy, broken and 
hurried„ The lack of color and poor sidewalk perspective 
are not age appropriate. In general, the affect seems flat* 
The human figures appear distorted in imagef avoiding cloth-
ing that at this age would characterize sexual identification. 
The compression denotes a harshly restricted ego, usually 
seen in the drawings of withdrawn or schizophrenic children* 
Poor line quality could be the effect of his diagnosed im-
pairments,' or rather be the expression of anxiety and ambi-
valence over sexual identification. His self-image should 
represent a predominant identification with the parent of the 
same sex. The bizzare image lacking clothing indicates poor 
reality testing, and suggests sufficient psychic development 
has not taken place for this, child to distinguish himself 
from others in his environment, 
FIGURE 18i A drawing age appropriate for a six-year-
old denotes a definite developmental lag for this thirteen-
year-old boy. He compartmentalizes himself with his teacher 
(FIGURE 4.) , compresses his total drawing by the space sur-
rounding the form (FIGURE 16 - compression), portrays sim-
plistic human figures (FIGURE 10), and lacks sexual identifi-
cation (FIGURE 16). Preoccupation is with the blackboard 
and a possible rivalry with the teacher (FIGURE 12). The 
omission of facial features graphically verify the teacherfs 
social description. The ritualistic grid may be the childfs 
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graphic defense to ward off the fear of harm he perceives in 
a threatening school environment * 
FIGURE 20: Various characteristic features of social 
isolation as presently manifest in artwork are expressed in 
this picture. The drawing depicts feelings of anxiety, in-
security, inadequacy and a lack of positive interpersonal 
relationships. Acting out aggressive behavior is conveyed 
by the "hitting" of the teacher, and could confirm his poor 
impulse controls* This could indicate low tolerance for 
drive frustration as a result of identification with parental 
objects who provided inadequate models for his development of 
super-ego standards.• 
FIGURE 22: Although the teacher describes this boy as 
having positive social relations, his perception reveals a 
contradiction* The drawing suggests comfortable feelings of 
aloneness, which he isolates from others, preventing him 
from developing friendships beyond the surface* Ambivalence 
and confusion over identification are apparent in his self-
image. The bisexual quality intimates identification with 
both parents. 
FIGURE 24: The drawing confirms the description of both 
the child's mother and teacher that this child is socially 
isolated. The stick figure, common in adolescent drawings, 
lacks all form of gender identification. Gender identity is 
strengthened by resolution of the oedipal phase and peer 
group identification during latency. The child's self-image, 
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isolation, and absence of peers could indicate difficulties 
later in coping with anxiety brought on by oedipal reactiva-
tion* 
FIGURE 26j His poor auditory memory could allude to 
mental preoccupation with unconscious material. The large 
figure drawing is associated with a type of expansiveness 
and delusion of grandiosity which would cover up feelings of 
inadequacy. His reaction to his father fs death can be seen 
in his school drawing. Unable to tolerate feelings of'rejec-
tion/ depression, anger and inadequacy, the boy seeks to 
build up his self-image to enhance self-esteem* His relative 
indifference toward peers could mean withdrawal into an inner 
world rather than in contacts with the environment. The lack 
of 'color, movement, or interaction within the space character-
ize this feeling of isolation and depression* 
FIGURE 28: No major impairment is causing academic 
failure, yet there is a significant difference in her capa-
bility and actual performance suggesting emotional factors 
are the cause of failure* She shows herself totally alone, 
floating on the page* The lack of color and surrounding 
environment create a sense of depression and withdrawal from 
society. School is perceived as empty, implying'no social 
contact with other individuals• 
FIGURE 30s Color is present, but the figure lacks ex-
pression or movements Poor reality testing is suggested by 
the inappropriate transparency and lack of foreground-back-
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ground integration. Symbolic content and condensation are 
present as represented by the "red owl watching me" and by 
the boundaries of her body and the chair combining together. 
The picture is confirmed by the diagnostic assessment, which 
purports distortions in thought and undue concreteness. The 
characteristics in her drawing are common in socially iso-
lated schizophrenic children* 
A general overview of the artwork produced reveals com-
mon similarities and differences between the drawings executed 
by learning-disabled children and those by normal children. 
Erasing of the body image is common to both groups. 
(See Figures 5, 7, 9, 13, 16, 20, 21, 22, 23, 24, 27, 28 J 
The act of erasing is a graphic correlate of uncertainty and 
.indecisiveness. Erasing is an expression of anxiety showing 
dissatisfaction with the- area erased, as concluded by Lowen-
feld (1970) and Machover (1949), and represents an attempt -
to alter and perfect that area* The common erasures can be 
related to the fact that during the school years the childss 
body image is in no way stabilized. It undergoes continuous 
change. The child at this time is constantly being evaluated 
by both adults and peers, so it would seem appropriate for 
all children to want to perfect their own image. 
Another common aspect found in the drawings of both 
groups was the tiny figure in relation to the environment. 
(See Figures 1, 3, 5, 6, 9, 10, 12, 13.) This supports 
statements by Bender (1952), who believes that, realistically, 
72 
the child during the early school years is in a world peopled 
with larger objects, which can be overwhelming* Psychologi-
cally, he is at the mercy of an environment that is stronger, 
more effective, and one in which he is small. 
The child is not without the opportunity for experienc-
ing himself as equal to, possibly bigger and stronger than, 
certain figures, namely his peers, and they were drawn in 
most all'of the normal children's pictures. (See Figures 1, 
3, 5, 9, 11, 15, 17, 19, 23, 25/ 27, 29/) However, peers 
were rarely included in the drawings of.learning-disabled 
children. The importance of peer relationships to normal 
development has been established in the literature• Children 
will omit persons in their drawings who create anxiety or 
toward whom they have negative feelings* (Koppitz 1958) 
Obviously, for learning-disabled children, this is the case 
with peers. Through interaction with peers, a child deepens 
his understanding of the whole social group to which he be-
longs. By the exclusion of peers it is apparent that the 
learning-disabled children do not feel they belong to a 
social group* 
Although the learning-disabled children lacked peers in 
their drawings, if they included a figure at all it was the 
teacher, (See Figures 4, 6, 8, 18, 2 0..) A teacher was not 
usually an object of graphic expression for the normal child-
ren. Until the school years the family has provided the 
child with his limited scope of relationships. Those early 
interpersonal feelings are now transferred onto his new 
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school relationships. 
Pearson (1954) and Harris (1961) describe the signifi-
cance of identification in the resolution of the oedipal con-
flict. They also point out that the ability to learn is 
thought to depend on the childfs ability to identify with 
the teacher and incorporate him into the ego-ideal, thereby 
stimulating learning. They further emphasize that children 
will only learn by identifying with objects such as teachers 
and peers in order to get love in return* Bryan (1975) 
states that teacher and peer love come from the ability to 
succeed academically in school„ 
It was the authorfs assumption in initiating this study 
that the learning-disabled children would omit peers in their 
drawings of themselves in school. They did in fact support 
and demonstrate this bias* (See Figures 2, 4, 6, 8., 10, 18, 
2 0, 22, 24, 26, 28, 30.) However, the author believes that 
the unexpected inclusion of the teachers in many of the draw-
ings (see Figures 4, 6, 8, 12, 14, 18, 2 0) is an important 
result for the evaluation of these children* 
Since these children are preoccupied with academic en-
deavors, they include many teachers in their drawings because 
all their energy is invested in mastery of learning. Part 
of this energy is also bound up in acquiring love approval. 
This object in the school setting is the teacher. 
The author feels that peers are not mainly included in 
the drawings of learning-disabled children because their 
peers cause intrapsychic fear and anxiety through rivalry. 
74 
This is supported by authors Pearson (1954) and Lidz (1968). 
The normal children do not need to master teacher identifi-
cation for they have incorporated the teacher into their own 
ego ideal as a continuum of the resolution of the oedipal 
stage. Therefore, it seems that these results suggest that 
learning-disabled children are still struggling with identi-
fication with parent role models, and investment in the teacher 
within the classroom is a continuum of this struggle. 
In most all of the drawings done by normal children, 
they portrayed themselves involved in recreational activi-
ties for their situational choice in school. (See Figures 
1, 7, 11, 13, 15, 19, 21, 23, 27,-29.) In contrast, the 
learning-disabled child expressed his preoccupation with 
ffacademiafl by pictorially involving himself with some aspect 
of the classroom, (See Figures 2, 8, 10, 12, 14, 18, 20, 22, 
24, 26, 28, 30.) 
Noted differences between the groups also include less 
color • (Figures- 8, 10, 14, 16, 20, 22, 24, 26, 28) and move-
ment (Figures 8, 10, 24, 26, 28, 30) in the drawings of the 
learning-disabled children* The literature supports both to 
be characteristics indicating a sense of isolation by the 
artist, according to the work of Alschuler and Wattwick 
(1947), Hanmer (1958), Machover (1953), Jolles (1952), Buck 
(1948), Wolf and Elkisch (I960). 
B* Experimental Results 
The hypothesis that learning-disabled children will 
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project more social isolation in their school drawings as 
opposed to normal children was partially substantiated in 
this study. The fact that only two of the seven measures 
(items 5 and 7) discriminated between learning-disabled 
children and normal children in terms of projected social 
isolation indicates the results should be viewed in two ways* 
If, indeed, the seven items are accepted as valid mea-
sures of social isolation, then due to the results reported 
in the previous section, five of the seven items were not 
sensitive measures to social isolation* In addition, an 
inspection of the means (Table 1) reveals that the ability 
of items 1, 2, 3 and 4 to differentiate between the two 
groups of children was somewhat poor* In general, the major-
ity of the means for these items were fairly low, which may 
suggest that these items, as measures of social isolation, 
were insufficient discriminators. 
The second way in which the results may be viewed is 
that the four measures of social isolation (items 1,2, 3, 4) 
were not valid measures of social isolation* In fact, the 
means for item 2 indicates that normal children were project-
ing more social isolation than learning-disabled children. 
In addition, item 6 was considered by -the author to be 
a totally invalid measure for use in this study, since all 
the raters expressed confusion in comprehension and applica-
tion of the item to the pictures. 
Reviewing the items used for measurement, it is noted 
that items 1, 2 and 3 are dissociate characteristics. Symbolic 
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of general meanings that infer social isolation, their quality 
as a specific measure would need to be questioned* 
In contrast to the above.elements, items 4 and 5 repre-
sent the complete body image in the child1 s projection,. It 
was implied by the author in the discussion of the graphic 
data that since a tiny figure was observed several times in 
both groups of pictures, that indeed it could be appropriate 
within the content of a drawing concerning the school•environ-
ment. Again, further study of this item is indicated to dis-
cern if the size of a child1s drawn figure consistently 
changes in relation to specific situational topics. 
As mentioned in the literature by Koppitz (1953) and 
DiLeo (1970), item 5 is a reflection of the childfs self-con-
cept and self-esteem. It has been established by Bryan (1975) 
that a childfs self-concept during the school years develops 
mainly from the positive or negative reactions of parents, 
teachers and peers to the child. Since item 5 was signifi-
cantly observed more in the drawings of the learning-disabled 
children, it can be assumed that they perceive the negative 
reactions of important others and feel socially isolated 
from those persons in the environment. 
The last item, number 7, is the only item that measured 
the childfs relationships within the specific environment of 
concern, school. It significantly determined that learning-
disabled children excluded peers from their drawings more 
often than normal children* Peers are the major socializing 
agents during the school years; their exclusion from the 
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drawings indicates that learning-disabled children feel anxi-
ety and possess negative emotions toward their peers. This 
graphic denial would suggest that learning-disabled children 
react against their peers by avoidance of or through aggres-
sion towards them, and by so doing relieve the associated 
anxiety. In either case, the child does not involve himself 
fully with these socializing agents, and therefore is soci-
ally isolated within school. 
The unrealistic self-concept and lack of necessary peer 
relationships of learning-disabled children may lead to an 
unrealistic evaluation of the environment and their own role 
in it, which in turn creates an obstacle to normal develop-
ment and mental health* 
While the significance of the scores indicate the valid-
ity of items 5 and 7 to measure social isolation, they reveal 
no information regarding the individual expertise of the 
raters* Therefore, in the addendum the author presents a 
table indicating the raw scores on these two items by the 
five raters. Also included are the scores of this researcher. 
Because the raters included an art secretary, business-, 
man, psychiatric social worker, cinematographer and psychi-
atrist, their scores individually and collectively must have 
some bearing on evaluating criteria for future studies. 
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CHAPTER VIIi CONCLUSION AND IMPLICATIONS 
A* Conclusion 
Based upon the literature, observations of the graphic 
data, and experimental results, the author concludes that 
in drawings of the school environment learning-disabled 
children depict themselves as socially isolated. 
The social isolation is believed to be the end result 
of minor impairments which create anxiety-provoking situa-
tions of failure. This buildup of failure leads to a poor 
self-concept and a tendency to escape from unpleasant en-
counters by avoidance behaviors. The learning-disabled 
childfs perception of himself and others in school is strong-
ly embedded in a matrix of emotions. How the child effec-
tively acts towards persons in the school environment deter-
mines how the "important othersss act toward him* The fact 
is that the graphic projections of these children indicate 
they perceive themselves as socially isolated, and unfortun-
ately this portrayal is actualized in their social rejection 
by others* 
The writings of art therapists Kramer (1971) and Naum-
berg (1958) substantiate the use of art therapy to develop 
the child1s ego strength, foster identification, and to pro-
vide a safe outlet for the expression of conflictual uncon-
scious material.. Through the process of sublimation, as 
Kramer uses the term, the childfs "instinctual behavior is 
replaced by a social act in such a manner that this change 
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is experienced as a victory of the ego*1' By this means, the 
learning-disabled child can communicate complex material to 
a group that would not be accepted in any other form* 
Lauretta Bender (1952) believes socialization occurs 
when the learning-disabled child expresses his fantasies and 
other children recognize he has something in common with 
them* In sharing visual and emotional images, the children 
can come closer together. Koppitz (1968) supports Bender 
(1952) and adds that "displaying concrete drawing itself 
maintains contact with the social environment.fl 
B. Implications 
In conclusion^ it seems appropriate to list the more im-
portant implications which became evident during the writing 
of this-'thesis:' 
1* While grotesque self-images and omissions of peers 
in school drawings are significant measures of social isola-
tionr further study of this issue is necessary on a much 
larger scale. A follow-up study should consider the varied 
diagnostic assessments of learning-disabled children, as the 
etiology and symptomology of learning-disabled diagnoses are 
quite different. Such a study should also examine the quali-
fications and effects of the training and reliability of the 
raters chosen* (See Addendum.) 
2\ A study should be conducted to see if the social 
isolation found in the school environment correlates with 
the child's social relationship to his family environment. 
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One major reason for examining this is to conclude whether 
the social isolation is representative of the school environ-
ment or in fact reflects the isolation of these children 
within the home situation* 
3* Further study might explore the school drawings as 
a diagnostic assessment to indicate if the learning-disabled 
child is ready for mainstreaming into the normal classroom* 
This study found that those children who were normal drew 
peer relationships, while those who were learning disabled 
drew the love object teacher. The inclusion of the teacher 
implies a struggle with love object identification and incor-
poration which are preconditions for learning. Those child-
ren whose self-imagery is grotesque or who draw love objects 
rather than peer group relationships might be considered for 
a more intimate classroom environment. These children still 
need a small self-contained classroom to develop mastery of 
love object before they can mobilize enough ego energy to 
further identify and develop appropriate peer relationships* 
A realistic self-image and the inclusion of peers in the 
children1s drawings would suggest a positive self-concept 
and enough available ego energy to cope with the peer rivalry 
and increased competition that accompanies the mainstreaming 
of• the.learning-disabled children into the normal classroom. 
The above two items present in the drawings represent the 
appropriate ego strength and ego functioning necessary for 
normal learning and socialization during the school years. 
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INSTRUCTION SHEET 
1. Please take your time (there is no limit) to carefully 
look at each picture and check an answer to ALL SEVEN 
statements. 
I cannot answer any questions, so if you are unsure 
regarding an answer in a particular drawing, rely on 
your best judgment* (DO NOT LEAVE ANY BLANK) 
3. A red dot on the drawing is placed above the figure which 
indicates the child1s self-representation. 
4. All other figures in the drawing are peers unless other-
wise marked. 
5. Each picture has a different number in the lower right 
hand corner of the page. MAKE SURE YOU PUT THE NUMBER 
ON TOP OF THE ANSWER SHEET BEFORE ASSESSING THE PICTURE. 
6. There are 30 pictures and 30 answer sheets. 
DRAWING EVALUATION FORM 
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PICTURE NUMBER: 
NAME OF RATER: 
1. Arms clinging to the side of 
the body in the childfs self-
representation (check one) Yes No 
Eyes are omitted in the childfs 
self-representation (check one) Yes No 
3® The mouth is omitted in the 
child's self-representation 
(check one) Yes No 
The childfs self-representation 
appears tiny in relation to 
other objects or the space 
around it (check one) Yes No 
The child1s self-representation 
appears as a grotesque figure 
'. (i.'e. monster, clown, robot,, 
silly-looking figure—non-human) 
(check one) Yes No 
A single form/ figure or symbol 
is set apart from the environment 
or placed alone on the paper 
(check one) Yes No 
The child's peers are present 
in the drawing (check one) Yes No 
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ADDENDUM 
Although the experimental results showed Items 5 and 7 
(see Table 2) to be significant measures of social isolation, 
no information has been presented regarding the individual 
ability of the judges in rating these two measures. Since 
the five judges varied in professional backgrounds, including 
a psychiatric social worker, art secretary, businessman, 
cinematographer, and psychiatrist, the author wanted to see 
if their professional training had any particular bearing on 
the evaluation of the data* 
Table 3 presents each judgefs raw score ratings on Item 
5 (a grotesque self-image) for every childfs drawing* Table 
4 presents their individual raw score ratings on Item 7 (lack 
of peers). A total of the individual raw score ratings is 
established for comparison in Table 5. 
The comparison of raw scores on both items indicates 
only a slight variance between each judge on Item 5, and al-
most no variance between judges on Item 7. This implies: 
1) that Item 7 might be a better measure than Item 5 because 
the judgefs scores are more consistant allowing for less sub-
jectivity; and 2) that because the scores are so compatible 
both items could be used as measures of social isolation in 
future studies since background training does not strongly 
effect the data evaluation. 
The scores of the author (Judge 6), a professionally 
trained art therapist, were not included in the original 
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analysis of the experimental data, but rather were tabulated 
only for the rater comparison table. On both items the 
authorss scores are at the mid-point range between the five 
other judges (closest to the art secretary and businessman 
and furthest from the psychiatrist and psychiatric social 
worker) •• This might suggest that because no judge has been 
trained to recognize normal development in children's art-
work, persons with training only in the mental health pro-
fession will tend to observe more pathology when judging 
drawings. 
TABLE 3: RAW SCORE RATINGS OF ITEM 5 
90 
Psychi-
Normal a t r i c 
C h i l d r e n ' s Soc ia l 
Drawings Worker 
F i g . 1 
F i g . 3 
F i g . 5 
F i g . 7 
F i g . 9 
F i g . 11 
F i g . 13 
F i g . 15 
F i g . 17 
F i g . 19 
F i g . 21 
F i g . 23 
F i g . 25 
F i g . 27 
F i g . 29 
1 
0 
1 
0 
0 
0 
•0 
0 
1 
1 
0 
1 
1 
0 
0 
Art 
Secret -
ary 
0 
0 
0 
0 
0 
0 
0 
0 
1 
1 
0 
0 
1 
0 
1 
Busxness-
man 
0 
0 
• 1 
0 
•0 
0 
0 
0 
0 
0 
0 
0 
1 
0 
0 
Cinema- Psychi-
tographer atrist 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
1 
0 
1 
1 
0 
0 
1 
0 
• 1 
1 
1 
0 
0 
0 
0 
Examining 
Art 
Therapist 
0 
0 
0 
0 
0 
0 
0 
0 
1 
1 
0 
1 
0 
0 
0 
Learning-
Disabled 
Children's 
Drawings 
Fig. 2 
Fig. 4 
Fig. 6 
Fig. 8 
Fig. 10 
Fig. 12 
Fig. 14 
Fig. 16 
Fig. 10 
Fig. 20 
Fig. 22 
Fig. 24 
Fig. 26 
Fig. 28 
Fig. 30 
1 
1 
1 
1 
1 
0 
0 
1 
1 
1 
0 
1 
0 
0 
1 
1 
1 
0 
1 
0 
0 
0 
1 
0 
1 
0 
1 
0 
0 
1 
1 
1 
1 
0 
1 
0 
1 
1 
0 
0 
0 
1 
0 
0 
0 
1 
1 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
1 
1 
1 
1 
1 
1 
0 
0 
1 
1 
1 
0 
1 
0 
1 
0 
0 
0 
1 
1 
0 
1 
1 
0 
0 
0 
0 
0 
1 
1 
0 
Note: 1 indicates judgment of yes; 0 indicates judgment of no. 
91 
TABLE 4 RAW SCORE RATINGS FOR ITEM 7 
Normal 
Children's 
Draw 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
ings 
1 
3 
5 
7 
9 
11 
13 
15 
17 
19 
21 
23 
25 
27 
29 
Learning-
Disabled 
Children's 
Drawings 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
Fig. 
2 
4 
6 
8 
10 
12 
14 
16 
18 
20 
22 
24 
26 
28 
30 
Psychi-
atric 
Social 
Worker 
0 
0 
1 
0 
0 
0 
0 
1 
0 
0 
0 
0 
1 
0 
0 
1 
1 
1 
1 
1 
0 
0 
0 
1 
1 
1 
1 
1 
1 
1 
Art 
Secret-
ary 
0 
1 
0 
0 
0 
0 
1 
0 
0 
0 
1 
1 
0 
0 
0 
1 
1 
1 
r l 
0 
0 
0 
I 
l 
l 
l 
l 
l 
l 
Business-
man 
1 
1 
. 0 
0 
0 
0 
1 
0 
0 
0 
1 
0 
1 
0 
0 
1 
1 
1 
1 
1 
0 
0 
0 
1 
1 
1 
1 
1 
1 
1 
Cinema-
tographer 
0 
0 
0 
0 
0 
0 
1 
0 
0 
0 
1 
0 
0 
0 
0 
1 
1 
1 
1 
1 
0 
0 
0 
1 
1 
1 
1 
1 
1 
0 
Psychi-
atrist 
0 
1 
0 
0 
0 
0 
1 
0 
0 
0 
1 
0 
0 
0 
0 
1 
1 
1 
1 
1 
0 
0 
0 
1 
1 
1 
1 
1 
1 
1 
Examining 
Art 
Therapist 
0 
0 
0 
0 
0 
0 
1 
0 
0 
0 
1 
0 
0 
0 
0 
1 
1 
1 
1 
1 
0 
0 
0 
1 
1 
1 
1 
1 
1 
1 
Note: 1 indicates judgment of no; 0 indicates judgment of yes, 
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TABLE 5s RATER COMPARISON - ITEM 5 
Normal Children 
Yes No 
Learning-Disabled 
Yes No 
Judge 1 
(Psychiatric 
Social Worker) 
Judge 2 
(Art Secretary) 
Judge 3 
(Businessman) 
Judge 4 
(Cinematographer) 
10 
11 
13 
15 12 
Judge 5 
(Psychiatrist) 
Judge 6 
(Examining Art 
Therapist) 
Judge 1 
(Psychiatric 
Social Worker) 
Judge 2 
(Art Secretary) 
Judge 3 
(Businessman) 
7 
3 
RATER 
8 
12 
COMPARISON -
Normal 
Yes 
12 
11 
10 
Children 
No 
3 
4 
5 
- ITEM 
10 5 
6 9 
1_ 
Learning-Disabled 
Yes No 
12 3 
12 3 
12 3 
Judge 4 13 
(Cinematographer) 
Judge 5 12 
(Psychiatrist) 
Judge 6 13 
(Examining Art 
Therapist) 
11 
12 
12 
